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Abstract
The purpose of this study was to determine whether and to what degree textbooks are preparing
aspiring principals as culturally responsive instructional supervisors. After evaluating multiple
textbooks against selection criteria, SuperVision and Instructional Leadership: A Developmental
Approach, was identified as the study’s unit of analysis. An audit of the subject index was
conducted to answer: How are culturally responsive instructional supervision competencies
addressed in this leading supervision textbook? Findings revealed content related to cultural
responsiveness was concentrated in a chapter at the back of the textbook and the clinical
supervision cycle, a powerful means of changing instructional practices (Gordon, 2016; Grissom
et al., 2021), was all but devoid of references to culture. As future and current school leaders
prepare to supervise a still predominantly White teacher population, with the aim of instructional
improvement for an even more diverse student population, the need for supervision that is
culturally centered is imperative.
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Introduction
Changing student demographics, high stakes testing, expanding teacher evaluation systems, and
an increased focus on equity, have changed expectations for what school leaders need to know
and do (Grissom et al., 2021). Developing cultural competence no longer falls solely on teachers
and teacher preparation programs, but now includes principals and leadership preparation
programs (Khalifa et al., 2016; Khalifa, 2018). More than ever leaders who heed this call must
move their vision of culturally responsive leadership to understanding the concrete ways that
leadership tasks, including supervision, can be culturally responsive. Principals must add to their
current expertise culturally responsive supervision (CRS) with a strong focus on transforming
instruction to ensure the academic success of students from diverse racial, ethnic, cultural,
linguistic, and economic backgrounds and with varying abilities (Gay, 1998; Grissom et al, 2021;
Khalifa, 2018; Ladson-Billings, 2009).
Culturally responsive as a term is common now in education leadership literature. We too use
that term to fit into the body of scholarship as we urge scholars and leaders to push past theory
and imbue practices with the essential tenets of culturally responsive leadership and supervision.
“Culturally responsive supervision provides teachers with a third-party vantage point that may
help them recognize how language and cultural patterns that they take for granted (and thus are
not aware of) influence the learning environment of the classroom” (Bowers & Flinders, 1991, p.
7). Broad calls for Culturally Responsive School Leadership (Gay, 1998; Jacobs & Casciola,
2016; Khalifa et al., 2016; Khalifa, 2018) highlight the importance of examining the critical and
specific leadership tasks through a Culturally Responsive lens. We highlight the need for specific
culturally responsive praxis of school leaders, that being instructional supervision.
As a field, instructional supervision is guided by a limited number of popular texts. Though
written texts do not encompass all of what constitutes curriculum, they do carry a special
authority in framing a course and therefore are worthy of particular analysis (Apple, 2008; Gay,
2000). Prior research into the content of texts used to teach instructional supervision largely
focuses on school management perspectives and ignores questions related to culturally
responsive instructional supervision. White & Daniel (1996) examined texts for “total school”
management theories for the influence of an “‘evaluation-based’ and ‘clinically-based’
theoretical orientations” (p. 6). Hess and Kelly (2005) searched texts for evidence of
accountability related management skills and emphasis, but also asked the “more minor”
question of whether “texts evince...a bias” toward “progressivism and multiculturalism” (p. 4).
Not only did they find “little evidence” that the texts promoted multiculturalism or diversity, but
they called for new texts to help prepare school leaders for 21st century realities (Hess & Kelly,
2005, p. 24).
To determine whether and to what degree textbooks are preparing aspiring principals as
culturally responsive instructional supervisors, we conducted an audit of the most widely used
textbook (Kao, 2020) to teach supervision in educational leadership preparation programs across
the U.S.–the tenth edition of Supervision and Instructional Leadership: A Developmental
Approach by Glickman, Gordon, and Ross-Gordon (2018). This article is the first in a series that
examines this popular textbook in relation to culturally responsive instructional supervision
(CRIS).
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Literature Review
Over the last 20 years, the demographic landscape of public schools across the nation has
dramatically changed and continues to do so, becoming increasingly diverse with each passing
school year. In 2014, the once predominantly White student population in U.S. schools, became
the “minority” (49.7%) due to immigration, increasing birth rates among Asian and Latin
American immigrant families, and decreasing birth rates in White families (U.S. Department of
Education National Center for Education Statistics [NCES], 2020a). Three years later, the
population of White students decreased from 49.7 to 48% (NCES, 2020a). Projections for Fall
2029 predict the percentage of White students decreasing to 44% (NCES, 2020a).
Accompanying this shift in the race and ethnicity of U.S. school students is a shift in household
income. Over 52% of school children now live in low-income households (NCES, 2019a) of
whom 17% live in poverty (Kids Count, 2020). In coming years, these percentages are expected
to increase as immigration continues to rise (Vespa et al., 2020).
Currently, one in four children are immigrants or have at least one parent described as “foreignborn” and speaks a language other than English; this number is expected to increase to one in
three by 2040 (Lou & Lei, 2019). Similarly, children of immigrant parents often speak a
language other than English at home, which means they may be bilingual with proficiency in
their native language but not necessarily in English (Chen, 2019; Federal Interagency Forum on
Child and Family Statistics, 2020). Consequently, many more children will require English
language instruction upon entering school (Federal Interagency Forum on Child and Family
Statistics, 2020; Maxwell, 2014). Children from immigrant communities, as well as many U.S.
born children, often come to school with life experiences, knowledge, skills, assets (Moll et al.,
1992) and cultural orientations that differ from those held by most teachers and ingrained in U.S.
schools (Guerra & Nelson, 2013; Nelson & Guerra, 2014). These culturally determined ways of
being (Krizmanić & Kolesarić, 1991) or value orientations include but are not limited to different
styles of thinking, relating, resolving conflict, viewing power (Hofstede et al., 2010) and
communicating (Hall, 1976/1989). Identified as deep or invisible culture, these unobservable and
often unconscious value orientations are the explanations for why teachers, school leaders,
school staff, students, parents and communities do things the way they do (Nelson et al., 2011)
and have significant implications for all aspects of schooling (García & Guerra, 2004; Nelson &
Guerra, 2014; Trumbull et al., 2001).
Teachers and school leaders working in this increasingly diverse landscape face significant
challenges as they attempt to serve U.S. and “foreign born” students with different racial/ethnic,
cultural, and socioeconomic backgrounds (Maxwell, 2014) and with “varying language abilities”
(Chen, 2019, p. 1). This situation is of particular importance because the majority of teachers
(79%) and principals (78%) are White (Taie & Goldring, 2019) and inadequately prepared to
work with these differences (Carpenter & Diem, 2013; Cevik et al., 2020; Cooper, 2009; Hawley
& James, 2010; Khalifa et al., 2016; Marchitello & Trinidad, 2019; Maxwell, 2014; Miller &
Martin, 2015; Taie & Goldring, 2020). However, lack of cultural competence cannot be assumed
to apply only to White teachers and leaders (Nelson & Guerra, 2014). Through socialization by
the U.S. educational system many individuals, of all races and ethnicities, have been acculturated
or assimilated into the dominant culture, particularly those from middle and upper economic
classes (García & Guerra, 2004; Nelson & Guerra, 2014). In other words, being a teacher or
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leader of color does not guarantee one is culturally aware and responsive. The challenge,
particularly in the face of the changes discussed here, is to “conquer the development of an
overall educational system that responds to students of color” (Easton-Brooks, 2019, p. 6).
High-Stakes Accountability
To exacerbate matters, mounting pressure from high stakes state accountability testing results in
many teachers spending more time in preparing students to take standardized tests,
(Bhattacharyya et al. 2013; DeMatthews, 2021; Smith & Rottenburg, 1991), giving less time to
quality instruction in core content areas, disregarding non-tested subjects (Smith & Rottenburg,
1991) and limiting curriculum to focus solely on tested subjects (DeMatthews 2021; Knoester &
Au, 2017). Many teachers report that this focus on students passing the test leaves little time for
meeting the needs of diverse students (Frankenburg & Siegel-Hawley, 2008), which includes
implementing culturally responsive instruction, developing culturally relevant lessons, and
incorporating culturally relevant materials and resources into daily instruction. Given these
circumstances, Smith and Rottenburg (1991) contend, “those students who really require the best
instruction, particularly those in high-minority classrooms, are likely to receive the poorest. As a
result, students are more likely to be at risk of failure” (p. 183). Working under the constant
pressure to attain high student test scores and school ratings, measures linked to funding and
performance evaluation (Bhattacharyya et al., 2013), teachers and principals working in schools
with racially and ethnically diverse student bodies are stressed (DeMatthews, 2021) and often
live in a “culture of fear” (McGhee & Nelson, 2005, p. 370). In the face of educators’ worries
about being demoted, reassigned, terminated and/or publicly humiliated, the quality of education
students receive in these schools suffers.
Opportunity Gaps
Inadequate preparation exacerbated by an overemphasis on accountability testing leads to
teachers and school leaders making assumptions about Black, Latino/a, Indigenous, linguistically
diverse, and other minoritized students (Bertrand & Marsh, 2021; Kennedy & Soutullo, 2018)
and lowering expectations for them (Caverly & Osher, 2021; García & Guerra, 2004;
Gershenson et al., 2015). This only adds to “educational debt” (Ladson-Billings, 2006, p. 3)
already owed to minoritized students because of an inequitable distribution of variety of
resources, and limits students’ opportunities to learn (Milner, 2012). These essential
opportunities, access to quality learning environments, curriculum, resources and teachers, fuel
student academic success (Ladson-Billings, 2013; Welner & Carter, 2013). But the reality is that
many minoritized students, particularly those from low-income families and/or who are English
Learners experience inequitable access to quality schooling or opportunity gaps, e.g., higher
failure and lower retention rates (NCES 2019b; U.S. Department of Education Office for Civil
Rights [OCR], 2014b), higher pushout rates (NCES, 2020b), less access to advanced placement
courses and gifted and talented education programs (NCES, 2019b; OCR, 2014b) and less
experienced and qualified teachers (OCR, 2014c). Black, Latino/a, and Native American
students are also overrepresented in special education in predominantly White schools (Elder et
al., 2021; Morgan et al., 2018) and subject to disproportionately high discipline referrals,
suspension and/or expulsion rates and referrals to law enforcement (OCR, 2014a) that impacts
their ability to be academically successful. Hung et al. (2020) contend, “The recognition of
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structural inequalities in society along racial, gender, socioeconomic, and identity lines has
translated into a discussion that the education system actually presents an opportunity gap that
leads to unequal outcomes” (p. 3).
Educator and School Leader Preparation
Many aspiring teachers and principals graduate from preparation programs with little to no
coursework in serving the diverse student bodies they will work with (Marchitello & Trinidad,
2019; NCES, 2020a). Results from the 2017-18 National Teacher and Principal Survey reveal
that during their preparation programs a minority (41%) of teachers, from a representative
sample of nearly 70,000 recent graduates, reported taking any course in instructing English
Language Learners; only 65% any course about serving students from diverse economic
backgrounds; and only 70% any course working with students with special needs (Taie &
Goldring, 2020). Interestingly, the 10,600 surveyed principals were only asked if they had
participated in professional development sessions and taken higher education courses while
serving as principal during the 2017-18 school year but not the specific topics of these
professional development sessions and courses (Taie & Goldring, 2019). Nor were principals
asked about diversity-related or social justice courses taken during their leadership preparation
programs since no results were reported for these topics.
When aspiring teachers and principals do learn about diversity, it is usually taught in one or two
courses rather than integrated across the curriculum (Baran, 2014; Cevik et al., 2020; Marchitello
& Trinidad, 2019). These courses tend to focus on increasing awareness of societal conditions
and their impact on minoritized students and families without providing the skills and strategies
to identify and transform inequities in schools (Hawley & James, 2010). Additionally, supervised
courses in the field such as student teaching and principal internship provide few opportunities
for authentic application (Marchitello & Trinidad, 2019; Trinidad, 2019). Furthermore,
preparation courses are taught by predominantly White faculty (King, 2018; NCES, 2020a) who
have limited knowledge of diversity (Marchitello & Trinidad, 2019; McKenzie, 2021); lack
recent experience in working in diverse PreK-12 schools (Robertson & Guerra, 2016), and often
hold deficit beliefs about students of color (Marchitello & Trinidad, 2019). Even when faculty
are culturally aware, some allow deficit beliefs to go unchecked (Roland, 2018) for fear of
emotionally charged discussions erupting during class (Roland, 2018; Sue et al., 2010). Many
also lack the courage, knowledge and skills to effectively facilitate these difficult discussions
(Aguilar, 2017; Carpenter & Diem, 2013; Murray-Johnson 2015) and worry about revealing their
own biases (Quaye, 2012; Sue, 2013). As a result, the majority of aspiring teachers and
principals graduate from preparation programs unprepared to work with students, parents and
communities of color having had minimal exposure to diverse perspectives and experiences and
unchecked stereotypes and biases (Marchitello and Trinidad, 2019).
Higher Education Textbooks
Contributing to the lack of preparation are the textbooks used in teacher and educational
leadership preparation programs. Although textbooks serve as an important means for learning,
they, along with instruction and curriculum, often fail to adequately address diversity (i.e., race,
ethnicity, culture, gender, socioeconomic status, sexual orientation, language, religion, age,
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national origin and disability), equity and inclusion (Hess & Kelly, 2005; Marchitello &
Trinidad, 2019; Palmiotto & Swift, 2019). Given that books (e.g., literary “classics” and best
sellers) published in the U.S. are written by almost 90% White authors (Gay, 2012; So &
Wezerek, 2020), a similar trend for textbook authors can be surmised. Unaware of invisible
culture and its influence on their conceptions of teaching, learning, supervising, leading, and all
aspects of schooling (e.g., identification of giftedness and special education, discipline, parent
involvement/engagement), predominantly White authors write textbooks from a single
worldview–a European American middle-class lens (Palmiotto & Swift, 2019). This monocultural perspective fails to provide aspiring teachers and principals the essential knowledge,
skills and beliefs to become culturally responsive teachers, leaders and supervisors, ultimately
creating opportunity gaps along racial and ethnic lines. Moreover, higher education textbooks
continue to focus more on theoretical knowledge over practice (Griffin et al., 2016; Hess &
Kelly, 2005, Mullen et al., 2005) despite efforts during the 1990’s to merge the two (Hackmann
et al., 2009) and a redirected focus to “critical pedagogy and other praxis-oriented experiences”
in the early 2000’s by preparation programs teaching social justice leadership (Ylimaki &
Henderson, 2017, p. 158). According to Mullen et al. (2005), this emphasis on theory or
“thinking about problems and solutions discredits the capacity of practitioners to perform as
potentially influential inquirers and change agents” (p. 2). For U.S. schools to transform into
culturally responsive equitable systems, the integration of theory and practice is essential in the
preparation of educators (Laskov, 2019).
Culturally Responsive Instructional Supervision
Given the current demographic landscape of U.S. public schools and future projections, a clear
and critical need for culturally responsive educators exists. After Leithwood et al. (2004) in their
study on school leadership reported leadership was second to teaching as the most important
factor impacting student learning in schools, teachers became the focus of this need. Seventeen
years later, Grissom et al. (2021) in their research on leadership have determined that compared
to high quality teachers, effective principals are as important for student achievement, if not
more, due to the extent of their impact in schools, which goes beyond the classroom. Grissom et
al., explain:
principals’ effects on students come largely through their effects on teachers, including
how principals hire, retain, develop, and encourage teachers and create appropriate
conditions for teaching and learning. For an individual student, exposure to strong
teaching is paramount; a student learns more in a school with an effective principal in
part because the principal makes it more likely the student gets that exposure. For a
school as a whole, however, the effectiveness of the principal is more important than the
effectiveness of a single teacher. (p. xiv)
Given these recent findings on principal effectiveness, the urgent call for culturally responsive
educators no longer applies only to teachers but must include principals and their instructional
supervision practices. Gay (1998, p. 1218) calls for supervision that helps teachers, “acquire
knowledge, attitudes, values, and skills about cultural diversity; and to apply these in
instructional situations” so that students’ cultures are not dismissed, but valued and upheld.
Cultural patterns influence and include, but are not limited to: language, nonverbal
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communication, metaphors, narrative styles, values around individual and group achievement,
and participant structures (Bowers & Flinders, 1991; Hall, 1976/1989; Hofstede et al., 2010).
Building on Bowers and Flinders’ (1991) and Gay’s (1998) work, Jacobs and Casciola (2016)
define culturally responsive supervision as “the need to understand cultural diversity in the
classroom as a means toward improving the learning of all students” (p. 224). Mugisha (2013)
believes, “Culturally responsive instructional leadership includes those purposeful, wellintentioned, creative, and collaborative actions that a principal takes to enhance the academic
engagement and achievement of minority culture students” (p. 1). Regardless of the name, these
terms and definitions share several fundamental concepts. First, teaching and supervision, like
other aspects of schooling, occur within a cultural context where no individual, process, practice,
procedure, rule, etc. are culture-free (Bowers & Flinders, 1991); every interaction is a cultural
act. Second, the supervisory actions of effective principals should assist teachers in becoming
culturally responsive, and lastly, the ultimate outcome of CRS is to improve learning for all
students.
According to Khalifa (2011; 2018), CRS should be embedded within instructional leadership to
support teacher growth and transform Eurocentric instruction to culturally responsive teaching
(CRT). Gordon (2016) recommends applying cultural responsiveness to clinical supervision
because it promotes teacher inquiry, reflection and growth. Additionally, it “can be a powerful
vehicle for promoting culturally responsive teaching (CRT), especially when it is aligned with
other instructional supervision processes such as professional development, professional learning
communities (PLCs), curriculum development, and action research” (Gordon & Espinoza, 2020,
p. 1). Finally, Grissom et al. (2021) found, “Effective principals orient their practice toward
instructionally focused interactions with teachers…focus[ing] their work on feedback, coaching,
and other instructional work that is grounded in classroom observations and other data about
teaching and learning” (p. 92). In other words, through clinical supervision.
Leadership preparation programs should look to teacher education for insight on culturally
responsive instructional supervision (CRIS). Griffin et al. (2016), in a study of 12 predominantly
White student teacher supervisors, found supervisors faced five challenges in supporting
culturally responsive teaching. Supervisors lacked a deep understanding of culturally responsive
instruction, were uncomfortable in discussing race and culture, felt inadequate regarding
culturally responsive instructional practices, held colorblind or color-evasive beliefs and did not
bring up cultural and racial issues viewed during classroom observations. To address these
issues, Griffin et al., recommend providing preparation in CRIS “that goes beyond reading and
discussing race, culture, and CRP [Culturally Responsive Pedagogy] at the theoretical level” (p.
9). They suggest increasing supervisors’ comfort in discussing race, deepening their
understanding of culture (i.e., invisible culture), broadening their understanding of CRP and its
importance, and widening sole focus on a students’ culture during classroom observations and
teacher conferences to include teacher and supervisor cultures.
To carry out CRIS, principals must have a deep understanding of culture and how it influences
teaching, learning, supervising and other aspects of schooling. They must understand the
opportunity gaps diverse students experience and the explanations for these inequities (Gay,
1998) and develop the skills to identify and transform inequitable policies, procedures, rules, and
practices (e.g., hiring) to culturally responsive ones (Nelson & Guerra, 2008). But just as
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importantly, if not more, principals must be steadfast in their commitment to advancing equity
through supervision, embodying “dispositions of change agents” (Lucas, 2001, p. 25). Since
culturally responsive teaching and instructional supervision have been given little attention in
leadership preparation programs (Grissom et al, 2021; Hawley & James 2010; Marchitello &
Trinidad, 2019; Trinidad, 2019), it is highly unlikely teachers will change their instruction
because principals “like teachers with students, cannot lead, direct, guide, or facilitate in terrains
they themselves do not know, value, or do” (Gay, 1998, p. 1218). This begs the question, how
will current and future aspiring principals in leadership preparation programs become culturally
responsive instructional supervisors?

Context of the Study
Recognizing the urgent need for change, Gordon (2020) calls leadership faculty to take action:
Given the changing demographics of our nation, the achievement gaps among cultural
groups, and our history of failure to provide an equitable education to all students, CRT
[culturally responsive teaching] may well be the single most important goal of
educational reform. It is time for the field of instructional supervision to become a major
player in the movement toward cultural responsiveness in our schools. (p. 14)
Given this call to urgent action, our research explores the following question: How are culturally
responsive instructional supervision knowledge, skills, and/or dispositions addressed in a leading
instructional supervision textbook in the U.S.?

Theoretical Framework
Supervision has long embodied many principles of Whiteness (Lance, 2021); therefore, to
counter a historical indifference to issues of justice, equity, and inclusion of traditionally
marginalized populations it is important to work with a framework examining those structures.
We used Jacobs (2014) “knowledge, skills, and dispositions of supervisors for social justice” as
the theoretical foundation for our analysis: critical self-reflection, facilitating critical reflection in
others, knowledge of culturally responsive pedagogy, knowledge of individual and structural
equity issues, willingness/ability to challenge deficit ideology, and activism against injustice (p.
4). Because culturally responsive instructional supervision falls under the broad umbrella of
supervision for social justice, this framework provided a broad net for capturing all potential
instances of CRIS in the text. Jacobs (2014) defines supervision for social justice as “a process
focused on the professional growth of teachers with the end goal of creating more equitable
educational environments for all students” (p. 4). Increasingly teacher preparation has leaned
toward sociocultural conscious development (Warren, 2018), but teacher development does not
stop at the university door (McGhee & Stark, 2021). It has long been the role of supervisors
engaging in supervision cycles to continue ongoing development (Mette et al., 2017).
Preparing school leaders to engage in CRIS requires more than discussing the aims of cultural
responsiveness, educators must embed their work with practices that respond to invisible culture.
Invisible culture (Hall, 1976/1989; Hofstede et al., 2010), are aspects that are unobservable and
unconscious. They are value orientations or explanations for why people do things the way they
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do (Nelson et al., 2011). These value orientations include but are not limited to individualismcollectivism, low-high context communication, low- and high-power distance, low and high
uncertainty avoidance and are often the underlying reasons for culture clashes between teachers
and students (Nelson & Guerra, 2014). To understand and resolve these clashes, individuals must
have a deep understanding of how invisible culture shapes their thinking, communicating,
relating, etc. and can explain their thinking/actions/values to others.

Methodology
We collected course syllabi from University Council for Educational Administration (UCEA)
member institutions for their instructional supervision graduate level courses. From those syllabi,
we compiled a list of books used to prepare school leaders for the task of providing instructional
supervision on K-12 campuses. We deleted from that list books published prior to 2010 that have
not been updated and re-issued. In some cases, institutions indicated use of prior editions of
popular titles, however as CRIS has only recently arisen as a topic in education leadership
research and theory, we hypothesized that the most recent editions would be those most
influenced by this body of work and so chose to use the most recent edition of all the texts we
analyzed.
We further reduced the list by focusing exclusively on textbooks. Other leadership texts not
written specifically for educators (e.g., Multiplier - How the best leaders make everyone smarter,
Wiseman, 2013) and handbooks (e.g., The Wiley Handbook of Educational Supervision, Zepeda
& Ponticell, 2018) were omitted. This decision reflects the special place textbooks have in
shaping the parameters of a course. However influential additional readings may be, they are
always supplemental to the outline of the course that to some degree respects the concerns and
structure of the course textbook (Lebrun et al., 2002). From this list we examined each
textbook’s popularity on Amazon and the number of citations reported by Google Scholar.
Because one textbook, SuperVision and Instructional Leadership: A Developmental Approach,
far surpassed the others in both these metrics (by a factor of at least five), we know that it has an
outsized influence on education leadership preparation, with regard to instructional supervision.
The press release below was also issued at the time of publication for the 10th edition for
SuperVision:
With more than 250,000 copies sold since 1985, ‘SuperVision and Instructional
Leadership: A Developmental Approach’ [by Glickman, Gordon, and Ross-Gordon] …
remains the field's bestseller after 35 years...and was recently named as the No. 1
textbook in the educational administration (leadership, supervision and administration) by
the Book Authority. (Kao, 2020)
Method of Analysis
Through analysis of the existing literature on culturally responsive leadership, supervision, and
pedagogy, we created an exhaustive list of indexed terms (n=180) that had the possibility of
referring to a passage that might be related to the topic of culture (excluding organizational
culture). See Appendix A. Using the textbook’s index, we located every instance of each
keyword’s use. The keywords served as signposts that allowed us to identify the verbal clauses
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for analysis. Gottschalk and Bechtel (1995) suggest that rather than either longer passages or
individual words, verbal clauses serve as an ideal unit of analysis by serving to capture all
instances of a variable (in this case culture) and still allow for effective coding. We then
evaluated whether each signaled clause referred to culture in terms of group identity, e.g., race,
ethnicity, language, ability, religion, sexual orientation, gender, socio-economic status. It was
important to identify clauses that only referred to school culture, rather than group culture and
many keywords have multiple meanings some of which are not related to culture.
For example, the term disability had two subheadings listed under the main term listed in the
index. The first disability(ies): equity for students with was determined to have at least some
connection to culture whereas the second subheading term disability(ies): percentages of
students with, by disability type, was not considered relevant to culture because it was merely
reporting out of national statistics, numbers not disaggregated by race or ethnicity. These
determinations were made by looking at units of analysis as well as the contextual units that
surrounded them.
Then, applying the Jacobs (2014) framework we identified which, if any, of the knowledge,
skills, and dispositions needed for CRIS the unit of analysis supported. We further evaluated
whether they addressed visible aspects of culture, invisible aspects of culture, or both. Phrases
which were coded as visible culture (Hall, 1976/1989) addressed those aspects of culture which
can be observed/heard and understood with little interaction such as gender, language, dress,
food, dance, traditions, customs, art, music, literature, artifacts, symbols, practices, etc. For
example, for the main heading, Contributions, approach, to multicultural curriculum reform, the
phrase, “calls for inserting minority culture heroes, holidays, and elements (food, dances, music,
art) into the curriculum alongside mainstream content” on page 357 was coded as visible culture
because they are artifacts which can be seen and require little interaction/explanation to be
understood. Since culture clashes and their underlying reasons (i.e., different values and beliefs)
often occur at the unconscious level for educators and students, for the heading and subheadings,
Culture(s): high- vs. low context-, the sentence “Students from high context cultures tend to take
time to describe the context of a situation…” on page 417, was coded as invisible culture.
Without an understanding of invisible culture, teachers may assume a student with a high context
communication style is “incoherent” or “rambles” in their communication. This erroneous
perception often leads to reinforcing teachers’ deficit beliefs about students from minoritized
cultural backgrounds and in turn lowering their academic expectations for them. In sum, the
conducted analysis provided insights on the quantity, quality, and location of terminology
relevant to culturally responsive instructional supervision.
Trustworthiness
The researchers implemented member-checking, intercoder agreement, and triangulation to
identify codes that were potentially related to culture (Creswell & Creswell, 2017). The
researchers’ positionality that follows, highlights both the diverse perspectives and identities of
the researchers, but also highlights their extensive experience in diversity. As practitioners and
researchers of culturally responsive supervision, leadership, and pedagogy, all three authors have
extensive time in the field further increasing their credibility (Creswell & Miller, 2000). Finally,
the authors have included a comprehensive list of terms determined to be related to culture from
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the SuperVision text for the reader, thereby allowing, and encouraging the reader to interrogate
any inclusion or exclusion of terms.
Positionality
Patricia L. Guerra, a Latina female, is a tenured associate professor at a university, designated as
a Hispanic Serving Institution (HSI), in the Southwest. I have 46 years of experience working in
diversity, which includes teaching, supervising and leading in schools with predominantly
diverse students and staff, providing professional development and consulting on diversity to
practitioners in the field, conducting research on culturally responsive schooling, supervision and
leadership and co-authored a regular feature on Cultural Proficiency in the Journal of Staff
Development for five years.
For many culturally and linguistically diverse children attending U.S. schools, they must learn
the language and culture of instruction to succeed academically and graduate. Working at a state
school for the deaf, the situation was reversed. I was the one who had to learn the language and
culture of instruction (i.e., American Sign Language and deaf culture) to become a successful
teacher and school leader. This experience along with straddling three cultures–Mexican,
American and Deaf–created a strong interest in diversity and developed my understanding of
cultural responsiveness. Combined with my 16 years as a faculty member in educational
leadership, one year at a university with a 99% Hispanic student body and 15 years at a
predominantly White university recently designated as HSI, has provided a multitude of diverse
experiences, perspectives, knowledge and skills. As a result, I integrate diversity and cultural
responsiveness into all of the higher education courses I teach. When I teach the Instructional
Supervision course, I do use the SuperVision text but do not teach the chapters on Addressing
Diversity and Building Community but integrate this content throughout the remaining 21
chapters in the textbook as it should be in an inclusive society.
A. Minor Baker, a White male educator and former school leader. I have spent the past 15 years
in a supervisory role formerly as a school leader and now as a coordinator of clinical experiences
for pre-service teachers. My initial supervisory training was framed by the SuperVision text and
it continues to have a significant impact on my practice. However, as a cis, White, male
administrator I have experienced a cognitive and emotional incongruence when working
alongside teachers and students who have come to teaching from traditionally marginalized
communities. Through my supervision experience I have come to understand how critically
important it is that supervision stay focused on improving and expanding teacher’s knowledge,
skills, and capacities rather than surreptitiously try to reshape teachers’ endogenous
epistemologies to fit the White-structured traditions of the U.S. school room.
Ann Marie Cotman, a White single mother with over two decades of experience as a teacher and
teacher leader, and a recent PhD education leadership graduate. As a school student, parent,
teacher, and researcher I have witnessed the harms caused by the dysconciously White structures
and perspectives in which U.S. schooling is grounded, even while the majority of my
experiences were as a racial minority in the campus communities of which I was a part. My
research centers on making explicit the ways that Whiteness, and its accomplices of patriarchy,
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heteronormativity, and ableism, inform the policies and practices that define the U.S. school
experience.

Findings
The index term analysis highlighted both the breadth of supervision content covered in
Supervision and Instructional Leadership and underscored the bifurcation of supervision practice
and supervision focused on culture or diversity. Along with an analysis of how often terms were
utilized, we also explored the context of that usage, considering both visible and invisible
culture. Finally, we considered placement of terms and the implications of where and how terms
were utilized throughout the textbook.
Index Inventory
The index contained a total of 426 unique terms in the first heading level. Additionally, there
were 851 unique subheadings. In total, there were 1277 unique terms listed in the index but only
1122 had referencing page numbers. It is important to acknowledge that not all topic headings
would have corresponding pages connecting to text listed, but instead were merely a header for
multiple subheadings. For example, Achievement Gaps was listed as a heading without any
references to pages in the textbook, however, each of the three subheadings pointed the reader to
sections of the textbook specific to that element of the achievement gap addressed (i.e.,
race/ethnicity, socioeconomic status, special needs students). For this reason, the combined totals
of headings and subheadings were not calculated, instead only the headings and subheadings that
had referencing page numbers were counted. Finally, several of the index terms also directed the
reader to multiple unique pages, tables, figures, or selections of text. For example, Community
Building was a heading with three unique referencing page numbers (ex. 18f, 19, 439-458).
Instead of counting a total number of pages, we counted just the number of comma-separated
references. For Community Building, pages 439-458 were counted as one unique citation. The
total number of terms with unique page(s) listed throughout the text was 1651. This number is in
essence the total number of unique referencing citations in the index.
Scattered throughout the index of SuperVision and Instructional Leadership keywords were
terms that were identified as having a potential connection to culture. Figure 1 highlights the
share of unique terms with a potential connection to culture in relation to the total number of
terms in the index that referenced at least one page. We found 180 unique terms listed in the
index, 69 topic headings and 111 subheadings. Twenty-two topic headings were listed but did
not have a corresponding page number listed. Sixteen of the 180 selected terms were found to
not have any relevance to culture. In total 142 terms were determined to have relevance to
culture and refer to specific passages in the text, as identified by page numbers. Finally,
excluding the References and Subject Index there are 466 pages in the SuperVision and
Instructional Leadership (2018) text and 116 pages of those pages have some language relevant
to culture or CRS. The total number of unique referencing citations pertaining to culture or CRS
was 117. There are also numerous Tables (n=21) and Figures (n=68) throughout the book.
Tables and Figures were also examined to establish whether they contained any references to
culture, in the same way index terms were examined. There were two Tables (9.5 % of total) and
six Figures (8.8% of total) that contained content related to culture.
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Figure 1.
Total Unique Citations in Index

Note. There are a total of 1277 unique terms listed in the index.
Visible and Invisible Culture
Content that was determined to be related to culture, was then examined in the text to determine
if it referenced culture that was visible or invisible or both. Text that was not determined to be
addressing or related to visible or invisible culture was not considered content relative to culture
or CRIS. As earlier stated, there were 142 unique terms related to culture. There were 118 terms
that referenced invisible culture, 22 terms that referenced visible culture. For invisible culture
references there were 118 unique referencing instances, and a total of 148 pages of text with
references that were determined to be invisible culture. For visible culture references, there were
a total of 22 unique referencing instances and 68 total pages referenced that were determined to
be visible culture.
Table 1
SuperVision Culture References per Text Sections

Sections
Introduction (Ch. 1)
Knowledge (Ch. 2 - 5)
Interpersonal Skills (Ch. 6 - 11)
Technical Skills (Ch. 12 - 14)
Technical Tasks of Supervision (Ch. 15-20)
Cultural Tasks of Supervision (Ch. 21-23)
Total

Page #’s
(Total
Pages)
p. 1-20
p. 21-110
p. 111-190
p. 191-264
p. 265-386
p. 387-458

Total
Pages
20
90
80
74
122
72

# of
References
to Culture
or CRS
13
121
1
2
25
333
495

% of
References
2.6%
24.4%
0.2%
0.4%
5.1%
67.3%
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Text Location and Usage
Finally, along with the frequency and types of culture described, it became apparent through the
analysis that indexed terms connected to culture were not evenly distributed throughout the text.
As Table 1 shows, a majority of references to culture were concentrated in the last section,
Cultural Tasks of Supervision (pp. 387-458).
In total, there were 495 referenced terms with corresponding page numbers. Each time a page
was listed for an indexed term it was counted. Therefore, a page that was referenced for four
unique terms was counted four times. Figure 2 displays the total amounts of culture or CRS
references throughout the SuperVision and Instructional Leadership text. As Figure 2 illustrates,
an overwhelming majority (67.3%) are found in the last two chapters of the text, 49% are within
the single chapter, Addressing Diversity (Chapter 22, pp. 411-438). Additionally, the chapters
dedicated to the explanation and implementation of the clinical supervision cycle, Chapters 7-12,
15 (pp. 130-219, 267-283), were collectively found to have four culturally-related terms listed in
the subject index.
Figure 2
Frequency of Culturally Responsive Language in Chapters

Note. Index references connected with culture and their location.
Limitations
A textual analysis, particularly, is not without limitations. While the list of indexed terms (See
Appendix A) is broad and comprehensive there may be terms omitted by the researchers, that the
reader may feel warranted inclusion in the analysis. There are also limited examples throughout
the text where terms are utilized but not referenced in the index with a corresponding page
number. As an example, there are three figures (instruments) in Chapter 12 (pg. 199-201) that
include reference terms which could be indicators of “culturally sensitive teaching” including
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“cooperative learning” (p. 199), “collaborative learning” (p. 200), and “provides equitable
opportunities” (p. 201), all terms and references that would have been included in our analysis if
they had been indexed. Although these examples are likely few, we acknowledge at least this
instance, and the possibility of additional.

Discussion
The comprehensive subject index for SuperVision reveals the breadth and scope of topics tackled
in the text. Out of 1122 indexed term references in the text, only 12.65% (n=142) include any
discussion of culture, only 9.96% (n=118) reference invisible culture and 1.96% (n=22)
reference visible culture. As highlighted in the literature review, invisible aspects of culture are
those that most deeply inform individuals’ ways of teaching, learning, and interacting and thus
create the potential for dissonance and misunderstanding in the classroom. Given that culture
informs how people engage with the world, e.g., think, communicate, relate to others, view
power, orient to time, and resolve conflict (Hall, 1976/1989; Hofstede et al., 2010), leadership
tasks, like instructional supervision, cannot be divorced from cultural knowledge; they are not
culturally neutral. When discussion of culture is avoided, it does not mean culture is excluded, it
means that White Western culture has been dysconsciously assumed (Gillborn, 2005).
The findings reveal that content related to culture is concentrated in a separate chapter. While we
acknowledge the inclusion of some culturally centered supervision content, the majority of the
evidence from our index inventory and textual analysis highlights how issues of culture are
placed at the back (literally and figuratively) of the instructional textbook. As future and current
school leaders prepare to supervise a still predominantly White teacher population, with the aim
of instructional improvement for an even more diverse student population, the need for
supervision that is culturally centered is only going to increase. Cultural awareness must be
integrated and interrogated throughout supervision preparation and development.
SuperVision’s treatment of the clinical supervision cycle, a powerful means of changing
instructional practices (Gordon, 2016; Gordon & Espinoza, 2020; Grissom et al., 2021), is all but
devoid of references to culture. The chapters that focus on implementing the clinical supervision
cycle (Chapters 7-12 and 15) includes only four mentions of culture within the text narrative that
embeds the concept into the clinical supervision cycle. When culture is mentioned in Chapter 15,
it appears in the last section of the chapter, and as “improving classroom culture”. This leaves
one to ask, how will aspiring principals learn to apply the cultural knowledge in the chapter on
diversity (Chapter 22) to the clinical supervision cycle which has the most potential to impact
teaching and academic success?
As mentioned in our discussion of the limitations of our study, we did find three figures,
instruments for supervisors to use as they make classroom observations, that refer to culture. The
inclusion of these instruments without supportive text suggests the text’s authors assume these
cultural concepts are self-explanatory. Without a deep understanding of invisible culture and its
influence on teaching and learning, how will new supervisors use these instruments? What could
be instruments for helping create culturally responsive schools are likely instead to be only
performative, school leaders might see these instruments as culturally responsive, when in
actuality they become empty symbols demonstrating a superficial understanding of CRIS.
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Conclusion
SuperVision and Instructional Leadership: A Developmental Approach, “remains the field’s
bestseller after 35 years...and was recently named as the No. 1 textbook in the educational
administration category by Book Authority” (Kao, 2020). The durability of SuperVision, the
most widely sold textbook used to teach instructional supervision in education leadership
preparation programs across the nation, stands as testament to its extensive detailing of
intentional practices of successful supervision. As the results indicate, this book provides
knowledge with some attention to invisible culture, which is a start in developing aspiring
culturally responsive instructional supervisors, but it is far from enough. This analysis suggests
there is a failure to integrate this cultural knowledge throughout the chapters to deepen the
readers’ understanding of its application across the tasks of supervision.
Most content on culture is concentrated in a separate chapter on diversity at the end of the book,
conveying an implicit message of exclusion, not inclusion. Instructional supervision as a field
has been slow to move in this direction. Our search for textbook analysis studies in this field
yielded very few, and only one (Hess & Kelly, 2005) evaluated textbooks for evidence of the
influence of “multiculturalism” (p. 4). That study found “little evidence that these texts
demonstrated an effort to promote notions of multiculturalism or diversity” (Hess & Kelly, 2005,
p. 24). There are other supervisory fields that have made more progress toward embedding a
culturally responsive approach to their work, e.g., nursing, counseling, and teacher preparation.
The question remains how can SuperVision provide the guidance and essential skills, strategies
and dispositions needed to enact CRIS? We will explore this question and provide
recommendations for improved supervision in future articles.
In the 90’ scholars like Geneva Gay, Gloria Ladson-Billings, Sonia Nieto, Angela Valenzuela
and others called for changes in preparation programs to produce culturally relevant teachers to
prepare for the future. At that time, these scholars were alarmed by the widening racial
achievement gap; the overrepresentation of Black and Latino students in special, remedial and
vocational education; a predominantly White educator workforce with little knowledge of
diversity (i.e., race and culture) and who held deficit beliefs about other races/ethnicities; and a
student population that was becoming increasingly diverse with every passing year. Thirty years
later, the achievement gap persists, and more opportunity gaps have been identified. Preparation
programs for teachers and leaders have failed to produce culturally responsive educators who
graduate with the knowledge, skills and dispositions to address and solve the issues that
marginalized and racialized students and their parents experience in schools. With each passing
year, as the demographic landscape of schools change failure to provide schools with CRIS has
far reaching implications that will reverberate beyond the walls of the school. As researchers we
welcome all discourse around the approach and results of this initial study.
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Krizmanić, M., & Kolesarić, V. (1991). Cultural determinants and implied values in international
education. Higher Education Policy, 33(4), 32-36. https://doi.org/10.1057/hep.1991.8

20

Journal of Educational Supervision 5(1)

Ladson-Billings, G. (2006). 2006 Presidential Address: From the achievement gap to the
education debt: understanding achievement in U.S. schools. Educational Researcher,
35(7), 3-12.
Ladson-Billings, G. (2009). The dreamkeepers: Successful teachers of African American
students. Jossey-Bass.
Ladson-Billings, G. (2013). Lack of achievement or loss of opportunity. In P. L. Carter & K. G.
Welner (Eds.), Closing the opportunity gap: What America must do to give every child an
even chance (pp. 11-22). Oxford University Press.
Laksov, K. B. (2019). Lessons learned: Towards a framework for integration of theory and
practice in academic development. International Journal for Academic Development,
24(4), 369-380. https://doi.org/10.1080/1360144X.2018.1549046
Lance, T. (2021). Chasing down the educational debt by centering race in educational
supervision. Journal of Educational Supervision, 4 (1). https://doi.org/10.31045/jes.4.1.2
Lebrun, J., Lenoir, Y., Laforest, M., Larose, F., Roy, G-R., Spallanzani, C., & Pearson, M.
(2002). Past and current trends in the analysis of textbooks in a Quebec context.
Curriculum Inquiry, 32(1), 51-83. doi:10.1111/1467-873X.00215
Leithwood, K. Seashore, K., Anderson, S., Wahlstrom, K. (2004). How leadership influences
student learning. The Wallace Foundation.
https://www.wallacefoundation.org/knowledge-center/Documents/How-LeadershipInfluences-Student-Learning.pdf
Lou, C., & Lei, S. (2019). Part of us: A data-driven look at children of immigrants. Urban
Institute. https://www.urban.org/features/part-us-data-driven-look-childrenimmigrants#:~:text=The%20number%20of%20children%20with,in%20the%20US)%20i
n%202017
Lucas, T. (2001, April 10-14). What do we mean when we talk about teachers becoming agents
of change in support of educational equity? [Conference presentation]. American
Educational Research Association Annual Meeting, Seattle, WA, United States.
Marchitello, M., & Trinidad, J. (2019). Preparing teachers for diverse schools: Lessons from
minority serving institutions. Bellwether Education Partners.
https://bellwethereducation.org/sites/default/files/Preparing%20Teachers%20for%20Dive
rse%20Schools_Bellwether.pdf
Maxwell, L. A. (2014). U.S. schools become ‘majority minority’. Education Week, 34(1), 1-8.
https://www.edweek.org/leadership/u-s-school-enrollment-hits-majority-minoritymilestone/2014/08
McGhee, M. W., & Nelson, S. W. (2005). Sacrificing leaders, villainizing leadership: How
educational accountability policies impair school leadership. Phi Delta Kappan, 86(5),
367-372. https://doi.org/10.1177/003172170508600507
McGhee, M. W., & Stark, M. D. (2021). Empowering teachers through instructional supervision:
Using solution focused strategies in a leadership preparation program. Journal of
Educational Supervision, 4(1), 43-67. https://doi.org/10.31045/jes.4.1.5
McKenzie, L. (2021, February 26). Publisher Pearson tries to tackle systemic racism in higher
ed. Inside Higher Ed. https://www.insidehighered.com/print/news/2021/02/26/publisherpearson-tries-tackle-systemic-racism-higher-ed
Mette, I. M., Range, B. G., Anderson, J., Hvidston, D. J., Nieuwenhuizen, L., & Doty, J. (2017).
The wicked problem of the intersection between supervision and evaluation.

21

Journal of Educational Supervision 5(1)

International Electronic Journal of Elementary Education, 9(3), 709-724.
https://files.eric.ed.gov/fulltext/EJ1134210.pdf
Miller, C. M., & Martin, B. N. (2015). Principal preparedness for leading in demographically
changing schools: Where is the social justice training? Educational Management
Administration & Leadership, 43(1), 129-151.
https://doi.org/10.1177/1741143213513185
Milner IV, H. R. (2012). Beyond a test score: Explaining opportunity gaps in educational
practice. Journal of Black Studies, 43(6), 693-718.
Moll, L. C., Amanti, C., Neff, D., & Gonzalez, N. (1992). Funds of knowledge for teaching:
Using a qualitative approach to connect homes and classrooms. Theory into practice,
31(2), 132-141.
https://education.ucsc.edu/ellisa/pdfs/Moll_Amanti_1992_Funds_of_Knowledge.pdf
Morgan, P. L., Farkas, G., Cook, M., Strassfeld, N. M., Hillemeier, M. M., Pun, W. H., Wang,
Y., & Schussler, D. L. (2018). Are Hispanic, Asian, Native American, or languageminority children overrepresented in special education? Exceptional Children, 84(3),
261-279. https://doi.org/10.1177/0014402917748303
Mugisha, V. M. (2013). Culturally responsive instructional leadership: A conceptual exploration
with principals of three New Zealand mainstream schools. International Journal of
Multicultural Education, 15(2), 1-20. http://dx.doi.org/10.18251/ijme.v15i2.645
Mullen, C. A., Greenlee, B. J., & Bruner, D. Y. (2005). Exploring the theory-practice
relationship in educational leadership curriculum through metaphor, International
Journal of Teaching and Learning in Higher Education, 17(1), 1-14.
https://www.isetl.org/ijtlhe/pdf/ijtlhe17.pdf
Murray-Johnson, K. K. (2015). Toward a construct of balance: Graduate education faculty and
the navigation of difficult dialogues on race (Publication No. 10005365) [Doctoral
dissertation, Texas State University-San Marcos]. ProQuest Dissertations and Theses
Global.
Nelson, S. W., & Guerra, P. L. (2008). Cultural proficiency: 4-stage process changes individuals
and entire schools. Journal of Staff Development, 29(2), 55-56.
Nelson, S. W., Guerra, P. L., & Henry, G. H. (2011). A connection between moral imperative
and women’s leadership? Administrative Issues Journal: Education, Practice and
Research, 1(1), 98-106. https://aij.scholasticahq.com/article/465-a-connection-betweenmoral-imperative-and-women-s-leadership
Nelson, S. W., & Guerra, P. L. (2014). Educators’ beliefs and cultural knowledge: Implications
for school improvement efforts. Educational Administration Quarterly, 50(1), 67-97.
https://doi.org/10.1177/0013161X13488595
Palmiotto, A., & Swift, S. (2019, August 29). Our commitment to diversity, equity, and inclusion
in OpenStax textbooks. OpenStax. https://openstax.org/blog/our-commitment-diversityequity-and-inclusion-openstax-textbooks
Quaye, S. (2012). White educators facilitating discussions about racial realities. Equity &
Excellence in Education, 45(1), 100-119. https://doi.org/10.1080/10665684.2012.643684
Robertson, P. M., & Guerra, P. L. (Winter 2016). The voice of one–the power of many.
Multicultural Education, 23(2), 2-12. https://files.eric.ed.gov/fulltext/EJ1097596.pdf
Roland, E. L. (2018). Power to transform: Teaching in educational leadership preparation
programs. (Publication No. 7358) [Doctoral dissertation, University of South Florida].

22

Journal of Educational Supervision 5(1)

Scholar Commons Graduate Theses and Dissertations.
https://scholarcommons.usf.edu/etd/7358
Smith, M. L., & Rottenburg, C. (1991). Unintended consequences of external testing in
elementary schools. Educational Measurement Issues & Practices, 10(4), 7-11.
https://doi.org/10.1111/j.1745-3992.1991.tb00210.x
So, R. J., & Wezerek, G. (2020, December 11). Just how White is the book industry? [Editorial].
New York Times.
https://www.nytimes.com/interactive/2020/12/11/opinion/culture/diversity-publishingindustry.html
Sue, D. (2013). Race talk: The psychology of racial dialogues. American Psychologist, 68(8),
663-672. https://doi.org/10.1037/a0033681
Sue, D. W., Rivera, D. P., Capodilupo, C. M., Lin, A. I., & Torino, G. C. (2010). Racial
dialogues and White trainee fears: Implications for education and training. Cultural
Diversity and Ethnic Minority Psychology, 16(2), 206-214.
https://doi.org/10.1037/a0016112
Taie, S., & Goldring, R. (2019). Characteristics of public and private elementary and secondary
school principals in the United States: Results from the 2017–18 national teacher and
principal survey first look. U.S. Department of Education National Center for Education
Statistics. https://nces.ed.gov/pubs2019/2019141.pdf
Taie, S., & Goldring, R. (2020). Characteristics of public and private elementary and secondary
school teachers in the United States: Results from the 2017–18 national teacher and
principal survey first look. U.S. Department of Education National Center for Education
Statistics. https://nces.ed.gov/pubs2020/2020142rev.pdf
Trinidad, J. (2019, March 12). Ahead of the Heard: Why aren’t we talking about the lack of
faculty of color in schools of education? Bellwether Education Partners.
https://aheadoftheheard.org/why-arent-we-talking-about-the-lack-of-faculty-of-color-inschools-of-education/
Trumbull, E., Rothstein-Fisch, C., Greenfield, P. M., & Quiroz, B. (2001). Bridging cultures
between home and school: A guide for teachers. Erlbaum.
U.S. Department of Education National Center for Education Statistics (2019a). Digest of
education statistics: Table 204.10 number and percentage of public schools eligible for
free or reduced-price lunch, by state: Selected years, 2000-02 through 2017-18 [Data
Set]. Retrieved May 2, 2021 from,
https://nces.ed.gov/programs/digest/d19/tables/dt19_204.10.asp
U.S. Department of Education National Center for Education Statistics (2019b). Status and
trends in the education of racial and ethnic groups chapter 3: Achievement [Data set].
Retrieved May 1, 2021 from, https://nces.ed.gov/programs/raceindicators/chapter_3.asp
U.S. Department of Education National Center for Education Statistics (2020a). Annual reports:
Racial and ethnic enrollment in public schools.
https://nces.ed.gov/programs/coe/indicator/cge
U.S. Department of Education National Center for Education Statistics. (2020b). The Condition
of Education 2020 (NCES 2020-144), Status Dropout Rates.
https://nces.ed.gov/programs/coe/indicator/coj
U.S. Department of Education Office for Civil Rights (2014a). Civil rights data collection data
snapshot: School discipline (Issue Brief No. 1).
https://www2.ed.gov/about/offices/list/ocr/docs/crdc-discipline-snapshot.pdf

23

Journal of Educational Supervision 5(1)

U.S. Department of Education Office for Civil Rights (2014b). Civil rights data collection data
snapshot: College and Career Readiness (Issue Brief No. 3).
https://www2.ed.gov/about/offices/list/ocr/docs/crdc-college-and-career-readinesssnapshot.pdf
U.S. Department of Education Office for Civil Rights (2014c). Civil rights data collection data
snapshot: Teacher equity (Issue Brief No. 4).
https://www2.ed.gov/about/offices/list/ocr/docs/crdc-teacher-equity-snapshot.pdf
Vespa, J., Medina, L., & Armstrong, D. M. (2020). Demographic turning points for the United
States: Population projections for 2020 to 2060. (Current Population Reports, P25-1144).
U.S. Census Bureau.
https://www.census.gov/content/dam/Census/library/publications/2020/demo/p251144.pdf
Warren, C. A. (2018). Empathy, teacher dispositions, and preparation for culturally responsive
pedagogy. Journal of Teacher Education, 69(2), 169-183.
https://doi.org/10.1177/0022487117712487
Welner, K. G., & Carter, P. (2013). Achievement gaps arise from opportunity gaps. In K. G.
Welner & P. Carter (Eds.), Closing the opportunity gap: What America must do to give
every child an even chance (pp. 1-10). Oxford Scholarship Online.
10.1093/acprof:oso/9780199982981.003.0001
White, B. L., & Daniel, L. G. (1996). Views of instructional supervision: What do the textbooks
say? [Paper presentation]. Mid-South Educational Research Association. Tuscaloosa, AL,
U.S. https://files.eric.ed.gov/fulltext/ED403641.pdf
Wiseman, L., Allen, L. N., & Foster, E. (2013). The multiplier effect: Tapping the genius inside
our schools. Corwin.
Ylimaki, R. M., & Henderson, J. G. (2017). Chapter 7: Reconceptualizing curriculum in
leadership preparation. In M. D. Young, & G. M. Crow (Eds.), Handbook of research on
the education of school leaders (2nd ed., pp. 148-172). Routledge.
Zepeda, S. J., & Ponticell, J. A. (2018). The Wiley handbook of educational supervision. John
Wiley & Sons.

24

Journal of Educational Supervision 5(1)

Appendix A
•
•

•
•
•

•
•
•
•
•
•
•

•

•
•
•
•
•
•
•
•
•

Abuse of sexual and gender minority students
o Accountability in culturally responsive
teaching
Achievement Gaps
o race/ethnicity
o socioeconomic status
o special needs
Action research and cultural responsiveness
Additive approach to multicultural curriculum
reform
Adult development
o and gender
o and race/ethnicity
o sociocultural context of
Assertiveness
o in culturally responsive teaching
Assessment
o culturally sensitive
Assets-based approach in culturally responsive
teaching
o Beliefs about culture
Bicultural competence
Care, as moral principle
Cause beyond oneself
o post-modernist view of
Classroom
o caring, in culturally responsive teaching
o collaborative, in culturally responsive
teaching
o culture of, improvement, direct assistance
and
o multicultural
Community (ies)
o democratic
o larger (outside school): engagement with
o larger (outside school): learning
environment
o moral, school as
Community Building
Connectedness, as a moral principle
Connecting the Technical Tasks of Supervision
to Cultural Responsiveness
Contributions, approach, to multicultural
curriculum reform
Critical multiculturalism
Critical race theory
Cultural clashes
Cultural Diversity
○ and cultural clashes
○ curriculum and,
Cultural responsiveness
o of dynamic schools

•
•

•
•
•

•
•
•

•
•

•

•

o in schools
o in teaching/teachers
o technical tasks of supervision and
Cultural tasks of supervision
Culture(s)
o adult vs. student
o and beliefs
o within cultures, in schools
o diverse, in schools
o high vs. low context
o of inquiry
o models of adult development and
o postmodernist view
o of schools
o and capacity for change
o of continuous improvement
Curriculum
o and cultural diversity
o moral activity and
Curriculum development
o and cultural responsiveness
Democracy
o in dynamic school
o as guiding principle of public education
o knowledge
o relationship to authentic community
o weak vs. strong
Democratic community
o definition
o school as
Direct assistance, to teachers
o cultural responsiveness
o to improve classroom culture
Disability(ies)
o equity for students with
o percentages of students with, by disability
type
Disproportionality, special needs students and
Diversity
o addressing
o distributed instructional leadership
o overarching patterns and
o and cultures in schools
o models of adult development and
o national
o problems with, overarching patterns in
Dynamic schools
o cultural responsiveness
o democracy in
o ethical policies of
o moral tone in
Educational inequities, as societal vs. school
problem
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o Empowerment as moral principle
Equity
o educational, as social vs. school problem
o for LGBT students
o for students with disabilities
Ethnorelative stages of intercultural sensitivity
Family, in community, collaboration with, in
culturally responsive school
Freedom, as moral principle
Gender, and adult development
Gender equity
Gender role journey
Group development
o and cultural responsiveness
IDEA: Individuals with Disabilities Education
Act
Inclusion
o as moral principle
o in strong democracy
o Individualized improvement plans for
students with disabilities
Inequity
o in schools
o between teachers
Integration, in strong democracy
Intercultural sensitivity, stages of
o Ethnocentric
o ethnorelative
Internalization, in strong democracy
Justice, as moral principle
Learning
o Democratic
o and freedom
o and spiritual
o and spiritual
o transformative/transformational
LGBT students, equity for
Mentoring
o cross cultural
Minority students: over referral and misdiagnosis
of
Moral activity and curriculum
Moral community school as
Moral development
o gender and
Morality
o definition of
o existentialism and
o experimentalism and

•
•
•
•
•
•
•
•

•
•

•
•

•
•
•

•

•
•
•

Moral purpose, supervision and
Moral tone, in positive learning climate
Multicultural curriculum reform
Peace as moral principle
Power
o cultural clashes
Professional development
o cultural responsiveness
Purposeful behavior
Race/Ethnicity
o achievement gaps
o adult development
o cultural clashes
o inequities faced by students
Racism
o Readiness cultural
School(s)
o culturally responsive
o culture of
o cultures within cultures in
o as democratic community
o low income, inequity in
o a moral community
Social action approach
o in culturally responsive schools
o to multicultural curriculum reform
Socioeconomic status
o and achievement gaps
o and cultural clashes
o and educational equities
o and inequity in schools
Stereotypes, and cultural clashes
Supervision
o and democracy
o and moral purpose
Teacher
o cultural groups among
o culturally proficient, development of
o culturally responsive
o moral disposition
o culturally responsive
Transformation approach
o in culturally responsive schools
o in culturally responsive teaching
o to multicultural curriculum reform
Transformative/transformational learning
Wholeness: as moral principal
Women’s way of Knowing
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